The initiative of the Department of Higher Education and Training (DHET) 
Introduction
As a response to the shortage of foundation phase teachers, the Department of Higher Education (DHET) took the initiative to strengthen foundation phase (FP) teaching by increasing the number of institutions offering FP programmes. The DHET, in collaboration with the European Union (EU), offered financial support to institutions to develop new pre-service four-year BEd programmes for the FP and develop scholarship in this field. Many institutions collaborated in the form of consortia to strengthen programme development in FP teaching. These consortia were involved in research that guided the development of new FP programmes and capacitated postgraduate students in preparation for the implementation of programmes in different institutions. The University of the Western Cape (UWC) was part of the Cape consortium -which included three other institutions in the Eastern Cape, namely Rhodes University (RU), Nelson Mandela Metropolitan University (NMMU) and Walter Sisulu University (WSU) -in the EU-funded initiative to develop a BEd (FP) programme.
Given the autonomy of higher education institutions, there is no national curriculum for teacher education and institutions have to design their own curricula, guided by national policy (Kwenda & Robinson 2010) . In this article, we reflect on the conceptualisation and development of a language curriculum for a four-year BEd (FP) programme, which was designed as one of the deliverables of the EU-DHETfunded projects for strengthening FP teaching. The aim of this article is to share our experiences with regard to the principles, philosophy and theoretical framework that guided the development of the BEd (FP) programme, particularly with regard to the language curriculum within this programme.
The role of language in learning
Language plays a crucial role in learning as it is through language that children develop ideas or concepts of the world around them; it is through language that children make sense of the input they receive in the classroom from the teacher and the written texts; and it is through language that children express their understanding of what they have learnt from this input (Desai 2012:1). As language development in the foundation phase is a crucial aspect of children's general conceptual development, we decided to interrogate the language curriculum we have designed in an attempt to improve it before we start offering the programme in 2016. Our aim is to offer an appropriate language curriculum for teacher education that will enable pre-service students to understand the current literacy problems in early childhood, whilst equipping them with suitable knowledge and skills to address these problems in a holistic manner. This philosophy is influenced by our understanding of teaching as a complex activity that integrates different types of knowledge and skills (Fitzmaurice 2010; RSA DHET 2008) and our inclusive and reflective approach to teacher education (Ashby, Hobson, Tracey et al 2008; Darling-Hammond & Bransford 2005; Kemmis 2011) , with specific reference to language teacher education curriculum content for the FP. It is also motivated by the need for more and better trained teachers (Kanjee, Sayed & Rodriguez 2010; Kwenda & Robinson 2010) , particularly those that can teach literacy in African languages in the FP (Foley 2001; Murray 2009 ). The overarching question that guides this article is: What language content and pedagogical skills do pre-service student teachers need to teach literacy well in the FP classes and to enable FP learners to use language as a tool for learning?
Guiding framework for the design of the curriculum
In the design of the language curriculum for the FP programme we were guided by the institutional and the faculty philosophy, the initial teacher education principles, the course content principles, and the implications of these principles for literacy development in early childhood education in multilingual South Africa.
The BEd (FP) Programme: Purpose and institutional philosophy
The general purpose of the FP programme is to provide a four-year BEd degree with the aim of training well-grounded and competent FP teachers who will have adequate knowledge and skills to facilitate learners' epistemological access to the foundation phase curriculum in the subject areas of language and literacy, numeracy, and life skills, and who will be able to teach in the learners' home languages. It also aims at exposing pre-service students to diverse and inclusive learning environments in order to understand the complexities and dynamics of teaching in the South African context.
With regard to the institutional philosophy, we had to consider the institutional vision and mission, as well as the conceptual framework that guides programme development across the faculties. The mission of the institution is to provide students from disadvantaged educational backgrounds not only access to higher education, but also success in it, and to strive for excellence in teaching, learning and research. Currently, one of the major challenges in the South African education system is unevenness in performance along social class and racial lines. The FP programme at UWC therefore aims at recruiting a diverse cohort of students and providing a nurturing and supportive environment for the success of all students. At least 50% of the first FP cohort will be home language speakers of isiXhosa, a much neglected language in education.
As literacy is one of the main challenges in basic education at the moment, particularly among disadvantaged groups of learners, this programme seeks to produce young teachers who will be able to respond meaningfully to this challenge and contribute to the transformation of their own communities through innovative pedagogical practices and also through research that enhances literacy development. As a way of responding to the education faculty's strategic plan for the period 2010 to 2014, this programme is aligned with the Institutional Operation Plan (IOP), which emphasises certain graduate qualities aimed for in the teaching and learning of the students, including the key attributes of critical thinking, lifelong learning and digital literacy.
Initial teacher education principles
The general view, both at the national and international level, is that teacher education is a complex activity that integrates many kinds of knowledge which have to be applied in diverse contexts, and also involves issues of identity (Ashby et al 2008; Darling-Hammond & Bransford 2005; Fitzmaurice 2010; Grosser & De Waal 2008; Kemmis 2011; Korthagen & Kessels 1999; RSA DHET 2008; Rusznyak 2009 ). According to the Minimum Requirements for Teacher Education Qualifications (MRTEQ), the different kinds of knowledge that student teachers should be exposed to during their training include disciplinary (content) knowledge and pedagogical knowledge (RSA DHET 2011) . Disciplinary knowledge has to do with subject (discipline) matter knowledge, while pedagogical knowledge exposes students to various methods of presenting the content of a particular subject or discipline to learners (RSA DoE 2005; RSA DHET 2008; . Students should also have opportunities for practical, fundamental and situational learning during their pre-service training. These kinds of knowledge influence the content (what is taught); the learning process (practice); and the learning context (classroom environment and policies) with regard to student teacher competences, such as practical, fundamental and reflexive competences, as they apply knowledge in different settings and situations (Grosser & De Waal 2008; RSA DoE 2005) .
Learning to teach is, essentially, a sociocultural and a mediated process that involves interaction between individuals such as peers, learners, teachers and mentors (Darling-Hammond & Bransford 2005; Fitzmaurice 2010; Kemmis 2011; Korthagen & Kessels 1999) . This interaction requires supervision, coaching and feedback to enable the students to apply the different kinds of knowledge in the classroom (Darling-Hammond & Bransford 2005) . Therefore, learning to teach is both a cognitive and social process, which involves 'novices' and 'experts ' (Shrum & Glisan 2000) . As a social process, it is influenced by beliefs, attitudes and prior experiences about teaching (Ashby et al 2008) that may, in some instances, cause a tension between student teachers' beliefs and what they learn in the initial teacher education courses. This in turn, influences the manner in which they apply knowledge in the classroom as they learn to teach (Korthagen & Kessels 1999) .
Designing a teacher education programme has to take into consideration the content, the learning process, and the learning context (Darling-Hammond & Bransford 2005). As we conceptualised the BEd (FP) language curriculum, these key elements were borne in mind, together with insights into what content and knowledge was appropriate in order for student teachers to teach early literacy skills to learners who come from diverse language and socio-economic contexts. We were also guided by our understanding of how young children acquire language and literacy skills in their home language, because teaching in the FP occurs in that language. Therefore, as we searched for language content that would be appropriate for the FP teacher, we also had to ensure that this knowledge was spread across the four years of the degree programme in an integrated manner, so as to enhance the depth of subject content knowledge and practical skills and to ensure coherence across the whole FP programme. This led to the design of a curriculum that considered the needs of the pre-service teacher with regard to disciplinary knowledge, pedagogical and practical skills, as well as the needs of the FP learner. As a result, the language and literacy curriculum incorporated the different types of knowledge at various levels of the programme with varying depth and credit weightings.
Course content principles

Multilingual approach and student teachers' individual needs
Concerning the selection of content for the BEd (FP) programme, it was not easy to select appropriate content, as most of the faculty members had no formal experience of FP teaching. To bridge this gap, we consulted with colleagues at institutions that were already offering FP programmes. We also learned from our own experiences as language teacher educators and reviewed literature and research on early literacy. This exercise assisted us in thinking through some of the principles that would underpin the content, while others emerged in the process of the curriculum design. Our curriculum design took into account that it should cater for students from different language backgrounds, particularly Afrikaans, English and isiXhosa as the dominant languages of the Western Cape. The language curriculum comprises eight modules spread over the four years of the BEd (FP) programme.
The first principle pertained to strengthening the pre-service students' own literacy skills in their home languages, as they will be expected to teach in learners' home languages in the FP. This principle acknowledges that student teachers bring diverse individual needs to the training that may impact on their chances of success (Ashby et al 2008) . These needs include subject content knowledge and an understanding of key concepts that learners must engage with in the classroom. In our design of the FP language curriculum, we therefore took into account that students' own literacy skills have to be strengthened. This was motivated by recent reports that teachers' literacy skills are low and that their pedagogical strategies do not adequately support young learners' literacy skills (see, for example, NEEDU 2012). This necessitated an inclusive and multilingual approach which ensured that the three dominant languages of the Western Cape, namely, Afrikaans, English and isiXhosa would be used as languages of learning and teaching in a number of modules, except for generic modules such as Academic Literacy.
In addition, provision has been made to support students' academic literacy skills, as they are expected to read and write across the disciplines that form part of the FP programme. Therefore, the programme design ensures that students encounter the various academic literacies and discourses across the teacher education curriculum, so as to bridge the gap between literacy learning (and teaching) for school purposes and the academic discourses needed for university education. The Academic Literacy module offered as a year-long module in the first year is designed to facilitate and develop academic literacies such as reading, information and digital literacies/competences, communication and presentation skills, and academic writing.
The overall aim is to prepare students for reading and writing across the teacher education curriculum.
Insights into early language development and FP learners' needs
Teachers are often blamed for children's underdeveloped literacy skills (Dornbrack 2009 ). In our planning we were guided by the understanding and principle that student teachers learn when they are immersed in theories about learning, development and subject matter (Darling-Hammond & Bransford 2005) . Thus, when considering the language needs of FP learners, we inserted the theme of how young children acquire their home languages into the curriculum with the aim of exposing student teachers to solid disciplinary or subject content knowledge that they can apply to build young learners' competence in their home languages, as language plays a significant role in the construction of core knowledge (Henning & Ragpot 2014) . Hence, during the first year of the programme the emphasis is on enabling student teachers to know the structure of the home language with regard to phonics, syntax, semantics, lexicon and grammar, so that they can provide proper support to young learners as they formally learn their home languages and also learn to read and write. Pre-service student teachers need knowledge of the language they will be teaching; that is, they need to be proficient in the language. But they also need knowledge about the language; that is, how the language is structured and how it functions in use. Finally, they need to know how language is used for learning, how concepts are developed in and through language. In addition, they also need to distinguish between the spoken and written word.
The module is designed with the understanding that pre-service teachers should have deep insight into language development in young children, which forms the foundation of early literacy development, so that they can be able to support young children's language learning (Whitehead 2007; . Students are also exposed to theories underpinning young children's home language development so that they can understand barriers to language development and use appropriate intervention strategies (Pretorius & Machet 2004) . This design takes into account the cognitive, psychological and social issues that underpin young children's language learning and which FP teachers should be familiar with, as they are expected to use the home language of learners for teaching in the FP.
Language diversity and students' identities
The third principle relates to pre-service students' identities and strategies for accommo dating diversity in the FP programme as we prepare the students for the multilingual and multicultural South African context. Student teachers bring their own beliefs, experiences and personal identities, shaped by their own backgrounds (Jordaan & Pillay 2009 ), which influence their learning and professional development (Ashby et al 2008) . The curriculum should take this into consideration, as it may determine what student teachers need to learn and how the learning process should take place (ibid).
Given the diversity of languages and cultures in South African classrooms, it is imperative that prospective teachers are exposed to the different languages in the contexts in which they are going to work. This is accommodated in the language curriculum by introducing pre-service students to a second additional language to enable them to cope with diversity and to support the teaching and learning process in their own classrooms. In fact, the policy document on minimum requirements for teacher education requires beginner teachers to have competence in a second additional language (RSA DHET 2011).
The second additional language, which caters for Afrikaans, English and isiXhosa home language speakers, is a year-long module offered in the first year of the programme. Given that English is the main medium of instruction at UWC, the emphasis in this module is on exposing students to other languages that are used in the classroom by learners. For example, Afrikaans and English home language speakers have to do isiXhosa, while isiXhosa home language speakers have to do Afrikaans as a second additional language. Having access to their future learners' home languages could assist student teachers in mediating learning in the classroom.
Early literacy development and biliteracy
Language teachers have a big role to play in developing their learners' language skills, and it is crucial that both teachers and learners have competence in more than one language (Jordaan & Pillay 2009 ). This view underpinned the fourth principle in the design of the FP language curriculum, as the curriculum aims to strengthen young learners' literacy skills, first in the home language, and subsequently in the first additional language, in other words, biliteracy (Honig 2014 ). According to Dornbrack 1 (2009), learners' home language should be strengthened and developed, as it forms a solid foundation for learning additional languages. This view is echoed by Edwards (2009) in her practical and engaging book on learning to be literate in multilingual contexts. This principle is also in line with the Department of Basic Education's schoolbased curriculum (RSA DBE 2010), which suggests that learners should be exposed to the first additional language from Grade 1.
The curriculum is designed so as to introduce students to disciplinary knowledge in the home language from year one and in the first additional language from year two of the programme. In terms of home language literacy, the content covers various topics relating to different models and conceptualisations of literacy with regard to listening, speaking, reading and writing in the early years of schooling. Students are also introduced to barriers to early literacy development, so that they can be able to identify learners experiencing difficulties in literacy quite early.
The pre-service students are also introduced to the first additional language with regard to its structure (phonics, syntax, grammar, vocabulary, and so forth) and the ways in which young learners develop second language skills (listening, speaking reading and writing). This entails knowledge and understanding of theories underpinning first additional language learning and teaching. The content also covers young children's literature in the home language as well as the first additional language. By the end of the second year, students are expected to have an in-depth knowledge and understanding of home language and first additional language literacy development, and to know how to assist children to acquire these literacy skills (Edwards 2009; Henning & Ragpot 2014; Honig 2014) .
Knowledge application and mentorship
The fifth principle is influenced by the notion of knowledge application and apprenticeship or mentorship (Darling-Hammond & Bransford 2005) ; that is, pedagogical and practical knowledge. Throughout the four years of the BEd (FP) degree, the students will be exposed to literacy teaching in the Grade R-3 classrooms, where they will be expected to observe and assist experienced teachers as they interact with young learners in language and literacy teaching. This experience will be part of practical learning, which is central to this programme, and will consist of a total of twenty-two weeks of teacher practice of varying duration spread across the four years of training. These multiple opportunities for practice and formative feedback will enable student teachers to make sense of their learning and integrate theory and practice (ibid).
Mentorship and peer support are crucial to the process of learning to teach. The context of practice should be supportive, so that students can share experiences and learn from experienced teachers (Ashby et al 2008) . In this curriculum, the first two years of the programme focus on students' disciplinary knowledge of language and literacy, while the third and fourth years require them to apply this knowledge in meaningful ways in the classroom. In other words, in the third and fourth years, students will be expected to employ various strategies to design and teach lessons and assess FP literacy, and to provide adequate support to learners who experience reading and writing difficulties. They should also demonstrate an understanding of the language curriculum policy and be able to interpret it to suit the contexts in which they will be teaching. This entails integrated knowledge, which student teachers will be expected to demonstrate in modules such as Education Practice, one of the core modules of the FP programme.
Reflexivity
Finally, the concept of reflexivity in teaching (Kemmis 2011) guided the design of the FP language and literacy curriculum. Reflexivity as a teaching practice entails people observing themselves in their practice and modifying their performance in future practice (ibid). It involves identifying areas that need improvement and considering alternative strategies to transform future practice (Darling-Hammond & Bransford 2005) . Reflexivity views teaching as an ongoing process with cognitive and psychological underpinnings, as it involves meaning-making and an individual's social and emotional contexts (Ashby et al 2008; Korthagen & Kessels 1999) .
In the final year of the programme, the students will be expected to perform research about literacy practices in FP classrooms. They have to conceptualise and present seminar research papers based on FP literacy practices in order to display their own understanding of issues pertaining to literacy development in FP classrooms within the South African context. The aim of this task is to stimulate students' creativity as lifelong learners and researchers in their own classrooms and to challenge them to think of appropriate strategies to improve their own teaching practice (Nomlomo 2013) . It also encourages them to reinforce and synthesise concepts they have learned in their coursework and allows them to reflect on their own practice and improve their daily interaction with young learners.
To concretise the above discussion, an overview of the BEd (FP) language curriculum is provided at the end of this article (Appendix).
Implications for early literacy development: Some challenges to be expected
In presenting the rationale and principles underlying the language curriculum we have designed for FP teachers at UWC, we are acutely aware of the many challenges that will face our teachers at primary schools in the Western Cape, where many will be placed. What are some of these challenges and how do we hope to address these when offering the FP programme?
Firstly, the home languages on offer to our students are, in many respects, not 'equal'. Despite our intention of offering the same curriculum to all three language groups (Afrikaans, English and isiXhosa), the material realities imply otherwise (Msila 2011) . For example, the rich literature available in English and Afrikaans is simply not available in isiXhosa. This means that isiXhosa-speaking teacher trainees will not have access to sufficient appropriate reading material in isiXhosa to excite learners about reading and the wonderful world of books. As the teacher education provider, we at UWC need to address this dilemma with our teacher trainees. One way in which we can work together is to develop new reading materials and to translate key texts into isiXhosa. In addition, we need to do an inventory of what already exists. Like their English and Afrikaans counterparts, isiXhosa-speaking learners too need to have extensive reading opportunities to develop their literacy skills. Technology such as Kindles, tablets and mobile phones can be used to assist in this regard. Student teacher assignments can be constructed around real issues, such as the lack of sufficient reading materials in African languages, so that the learning experience becomes a real one.
The question of literacy in isiXhosa assumes particular significance in view of Cummins ' (1979) 'developmental interdependence' hypothesis, which postulates that the development of competence in a second language is partially a function of the type of competence already developed in the first language at the time that intensive exposure to the second language begins. In other words, the acquisition of a second language is influenced by a learner's level of development in his or her first language. Cummins suggests that differences in the ways in which children's first language has been developed by their linguistic experiences prior to school contribute to the differential outcomes of a home-school language switch in minority and majority language situations. This switch is of course very common in South Africa. The FP teacher therefore has the onerous responsibility of developing isiXhosa-speaking learners' home language literacy to an advanced level in order to allow for a transfer of knowledge and skills across languages. A pedagogical implication of this would be that teachers would need to explicitly encourage learners to transfer their first language knowledge and skills to the second language, instead of forbidding them to use their home languages, as is often the case in South African classrooms. This is a point taken up by the West African linguist Alidou. Drawing on Cummins' (1979) theory of linguistic interdependence and its successful application in North American contexts where both the dominant language and the minority language have long traditions of literacy, Alidou raises some interesting questions about the implications of this theory for multilingual contexts such as those in sub-Saharan Africa. She argues:
This is not the case with African languages. Most are in the process of acquiring an official orthography and few publications are available in these languages.
[...] The lack of literate environments in the national languages constitutes a serious barrier, preventing African children from developing adequate literacy skills in the national languages (Alidou 2004:209) .
In other words, in such contexts the primary focus must be on the development of the child's mother tongue or home language. Only when a particular threshold has been reached in the mother tongue will we see the kind of transfer to a dominant language (such as English or French) that Cummins talks about. Alidou (2004:210) calls for a partnership between linguists, writers and local publishing houses to coordinate corpus planning in national languages and to encourage writing and the publication and dissemination of texts in these languages. She reminds us that libraries play a crucial role in the development of literacy in resource-poor environments, as "literacy cannot develop without a literate environment" (ibid:114). There is a high correlation between the availability of books and other educational material and academic success. Alidou cautions that:
The effectiveness of the use of African languages in education depends not only on the political and economic support of African populations, including educators and policymakers, but also on the availability of a critical mass of experts who can carry out the technical work involved in the development of effective bilingual education (Alidou 2004:213) .
Given these cautionary remarks, the UWC team will also have to form partnerships with select groups of parents, as literacy practices at home determine whether children are bibliophiles or 'book-shy'. An added advantage to working with parents is that learners will not feel so estranged from the school if the language of the school is different from the language of the home.
This brings us to the next challenge. We are mindful that despite all good intentions, many teachers may end up working with learners whose home language is not the same as theirs. In such situations, extreme sensitivity is called for. The importance of the home environment for initial literacy development cannot be overemphasised in this regard (Datta 2007) . We must also bear in mind that young learners often lack confidence. In addition to everything else, the FP teacher must therefore also create an environment that is supportive and enhances children's emotional well-being -a tall order indeed!
Concluding remarks
We have tried in this article to share our experiences of developing a language curriculum for pre-service student teachers in the foundation phase. As we have yet to offer the programme, we do not presently have the benefit of reflecting on how such a curriculum works in practice. However, we have tried to pre-empt some of the challenges that we will be facing in offering this curriculum to our FP student teachers. We have briefly looked at some ways of addressing these challenges, but are mindful of the human and material resource implications, particularly with regard to the development of early literacy in African languages. This module will be offered separately through the medium of Afrikaans, English and isiXhosa. The aim of the module is to prepare students to use the home language in literacy teaching in the FP. The content covers a variety of topics which comprise disciplinary knowledge, such as the stages of children's home language development during the first six years and the theories underpinning children's home language development. It also deals with barriers to children's language development and how to address them. The students are introduced to the phonetic and grammatical structure of the home language (e.g. phonics, syntax, semantics, grammar, etc.), and to young children's literature in the respective home language (e.g. poetry, stories, folklore, drama, etc.). Students are also introduced to the role and use of information and communication technology (ICT) in language and early literacy development.
APPENDIX
Academic Literacy Year 1
In this module the emphasis is on reading and writing for learning. The content covers active reading skills and strategies, e.g. predicting, skimming, scanning, understanding textual organisation, and recognising key discourse features. It equips students with various literacy skills, such as making notes, summarising, and using discourse and language clues to track the development of an argument and to identify or evaluate the author's position and evidence. Students are expected to make appropriate language choices at the levels of genre, register, global and local contexts, coherence, modality, and structuring an argument using appropriate discourse features, etc. Through the use of technology, students must convert data into charts or graphs and interpret, manipulate and analyse data from various sources. They must use language meaningfully in report writing.
Second Additional Language Year 1 (Afrikaans, IsiXhosa)
The students are exposed to the socio-cultural context of the language. The content covers the structure of the target language: phonetics, phonology, syntax and semantics. Students are taught simple grammatical features of the language and how to speak, read and write in the target language. They have to make use of the target language to mediate learning across the curriculum. The focus of this module is on literacy conceptualisations, literacy models and early literacy development, with specific reference to the home language. Students are introduced to home literacy development in the early years of schooling. Some topics include developing learners' listening and speaking skills, reading, oral, written and comprehension skills, and grammar. Barriers to early literacy development (in the home language) are dealt with as part of the curriculum.
Year of study
Module name Summary of content
First Additional Language Year 2 (Afrikaans, English, IsiXhosa)
Given the diversity of learners in schools, students will be prepared to teach these languages as First Additional Language (FAL). In this module students are expected to apply the disciplinary and pedagogical knowledge they have acquired over the previous three years, not only to understand how young learners develop literacy, but also to teach and assess literacy lessons. The content covers issues of critical literacy and multimodality for young learners and the application of a text-based approach to early literacy development. It also includes children's literature, and reading and writing across the curriculum. Research on literacy practices in FP classrooms is part of the curriculum.
Endnotes
1. First Additional Language is also referred to as 'second language' in the literature; hence the two terms are used interchangeably in this article.
